Inclusive education has become a global trend in the provision of services for students with disabilities. While attitudes towards inclusion have been studied widely in some countries, little research in this area has been conducted in Kuwait. This study responds to this need by researching pre-service teachers' attitudes towards inclusive education. This study examined Kuwaiti pre-service teachers' attitudes towards including students with Moderate Learning Difficulties (MLD) in general education classrooms. Questionnaires were distributed to 452 Kuwaiti pre-service male and female teachers at the College of Basic Education. Several factors, such as teachers' knowledge, were found to be related to pre-service teachers' attitudes towards inclusion. The results of the study indicated that, overall, Kuwaiti pre-service teachers hold positive attitudes towards inclusion.
Introduction
This study is a timely response to the current developments in the provision of educational services for children with disabilities in the context of Kuwait. The success of inclusive education depends largely on teacher's attitudes. This study is the first to examine the attitudes of pre-service teachers' at the College of Basic Education in Kuwait.
Education is a broad concept that involves the student in teaching and learning rather than limiting the student to being only a passive recipient of knowledge; hence, it is an active process of student engagement (Duchesne & McMaugh, 2018) . Salamanca Statement, as one of the significant documents from history, sheds light on the importance of the idea of inclusive education in the field of special education. In the last twenty-five years, the idea of inclusive education has been influencing the world's policies and practices (Ainscow, Slee, & Best, 2019) . Ainscow et al. (2019) discussed the recent evaluation of all the major developments and policy implications to highlight the challenges of inclusion of students with disabilities in mainstream schools. The argument for inclusion in mainstream schools, therefore, involves the fundamental issue of human rights; hence, the principle of inclusion reflects a complex educational ideology. Westwood (2018) indicated that inclusive education is facing challenges in both developing and developed countries. In Kuwait, most disabled students are presently educated in special schools according to their diagnosed disability and only three groups of students with disabilities are educated in special classes in mainstream schools (i.e., children with Down's syndrome, MLD and children with SpLD). The special class setting, known in Kuwait as 'inclusive setting,' is in contrast with the fundamental principle of inclusion "that all children should learn together, wherever possible, regardless of any difficulties or differences they may have" (UNESCO, 1994) . According to the Abbas, Almusawi, and Alenezi (2019) , understanding and knowledge of the administrators who are providing services for students with disabilities in Kuwait have not been measured sufficiently. Furthermore, UNESCO emphasizes that inclusive education is desired because it promotes equal opportunities in the educational system, providing support to the excluded or marginalized groups in terms of provision of quality education (UNESCO, 2017) . Although inclusive education has a long history, its implementation is facing a lot of troubles despite legislative policies (Koutsouris, Anglin-Jaffe, & Stentiford, 2019) . In this regard, inclusion is not only one simple dimension, but it also involves four dimensions, namely presence, academic participation, belonging (social participation) and achievement (Norwich, 2013) . However, Norwich (2013) identified that conflict can occur among these different dimensions at different levels, specifically, the class level, the school level, the local level, and the national level. Starting at the class level, SEN children can be placed in a mainstream class (i.e., presence), but they may not be participating academically or socially. Second, at the school level, SEN children might attend mainstream school (placement inclusion), but they may not feel that they belong to the school. In other words, although SEN children may attend a mainstream school, they are placed in a special class or unit (academic exclusion). At the local level, SEN children may be placed in a special school identified by the local authority system as an inclusive school. Finally, at the national level, to understand attitudes towards inclusion, researchers need to study and understand the four dimensions of inclusion. This paper attempts to clarify these dimensions in the context of Kuwait. In Kuwait, the government emphasizes only physical inclusion, in other words, moving children with special needs from special schools to mainstream schools. However, it is important to keep in mind that inclusion embodies a range of assumptions about the meaning and the purpose of schools; it is not only about "going" to the mainstream school; instead, it is about "participating" in the mainstream school (Schwab, Nel, & Hellmich, 2019) .
Inclusive Education in Kuwait

Pre-Service Teachers' Attitudes
Suity (2019) claimed that teachers' preparedness to deal with student diversity in inclusive schools is one of the main aspects of becoming inclusive. The concept of inclusive education is designed to promote democratic principles, values, and beliefs that underpin equality and social justice. A key aspect of effective inclusion is social participation, which is considered one of the key aspects of inclusive schools and is clearly defined in the Index for Inclusion in terms of "the participation in the cultures, curricula, and communities of local schools" (Norwich, 2013) . To enable teachers to deal with learners' diversity in mainstream schools, the Salamanca Statement (UNESCO, 1994) argues for governments to consider developing teachers' knowledge to "ensure that, in the context of a systemic change, teacher education programs, both pre-service and in-service, address the provision of special needs education in inclusive schools" (p. x). In this regard, teachers' preparedness to deal with student diversity, in inclusive schools, is one of the main aspects of becoming inclusive (Ainscow & Miles, 2009 ). Cooc (2019) highlighted the role of teachers in preparing for the inclusion based on the findings that teachers who have an inclusive setup pay less time to teaching classes as most of the time, they focus on the behavioral issues of the children with special needs. Hence, there is a disparity between teaching a class comprising more students with special needs and teaching other classes.
Pre-service teachers' knowledge is considered as an important factor in the development of inclusive education, and its effects on their self-efficacy and attitudes towards inclusion have been identified in several studies (e.g., Ahsan et al., 2013) . For instance, Sharma et al. (2015) investigated the attitudes of 194 pre-service Pakistani teachers (male and female) enrolled in a one-year teacher education program at a government university. Their findings indicated that the participants with training in special education and knowledge of disability legislation and experience with disability showed a higher level of self-efficacy towards teaching within inclusive settings. Other research (e.g., Forlin & Chambers, 2011; Oswald & Swart, 2011; Sharma et al., 2009) found that pre-service teachers who had completed teacher education programs focusing on the education of students with disabilities were more willing to include students with special needs in their classrooms. Thus, effective training programs and positive experiences of inclusion may increase positive attitudes and self-efficacy. Swain et al. (2012) examined the change in pre-service teachers' beliefs about and attitudes towards inclusive practices following an introductory special education course. Their results suggested that a special education course, paired with field experience working with students with disabilities, can significantly affect the pre-service teachers' attitudes towards inclusive education. In this regard, pre-service teachers' attitudes towards inclusive practices and their level of teaching self-efficacy have played a significant role in the implementation of inclusive practices in schools. Z. Mngo and A. Mngo (2018) conducted a study to explore the role of training in the positive attitude of teachers towards inclusive education. It has been found that training can enhance the leadership skills of teachers in inclusive education, and it may also increase their positive attitude and self-efficacy; hence, these trained professionals may be more willing to include special children in the class. Alnahdi, Saloviita, and Elhadi (2019) designed a study to measure the attitudes of preservice teachers towards inclusive education in two different countries, Saudi Arabia and Finland. The attitude towards inclusion has been found to differ across cultures. In the sample of Saudi participants, a significant difference in attitudes emerged between individuals of different genders and educational backgrounds whereas the Finnish participants' attitudes did not differ across these variables. The cross-cultural differences in attitude toward inclusion also need to be considered to bring the change at the global level. A great deal of research has sought to examine teachers' attitudes toward the general philosophy of inclusion by exploring factors that might influence their attitudes (Jordan, 2018) . Furthermore, Jordan (2018) argued that the teacher who accepts his/her responsibility is more likely to maintain a positive attitude towards the special needs students.
A great deal of research has sought to examine teachers' attitudes toward the general philosophy of inclusion while exploring factors that might influence their attitudes (Hassanein, 2010) . Early on, Thomas and Zaniecki (1918, cited in Ajzen & Fishbein, 1980) viewed attitudes as mental processes that determine a persons' actual and potential responses. Allport (1935) defined attitude broadly as "a mental and neutral state of readiness, organized through experience, exerting a directive or dynamic influence upon the individual's response to all objects and situations with which it is related" (p.798). This definition is considered by some researchers as the best-known definition among the early definitions of attitudes because it is rich and comprehensive. This study investigated pre-service teachers' attitudes towards the inclusion of children with MLD. The current definition used in Kuwait considers that MLD students suffer from a lack of mental capacity and have an IQ range of 70-84, resulting in difficulties in academic achievement. However, the policy requires that IQ levels should not be used as the sole basis for diagnosis; it is necessary to strengthen the diagnosis by evaluating academic achievement and psychological, social, and medical aspects (Kuwait Ministry of Education, 2012). Research on pre-service teachers' attitudes towards inclusion of students with disabilities is seen as a fundamental source that can inform teacher education practices in western countries; however, such research is lacking in countries such as Kuwait. Consequently, undertaking similar research in Kuwait will be of value not only for Kuwaiti government policymakers and educators but also for students with disabilities.
Study Aim and Questions
Pre-service teachers' attitudes are very important because they underpin the teachers' professional practice. The key aim of this study was to investigate Kuwaiti pre-service teachers' attitudes towards inclusive education. This is driven by a belief that considering the voice of pre-service teachers is vital for developing the practice of inclusion. To address this aim, the following research question needs to be answered:
What are Kuwaiti pre-service teacher's attitudes toward inclusion?
Methods
Sample
This research was conducted in the College of Basic Education in Kuwait during the 2018 academic year. Overall, 20929 male and female students were enrolled in the college that year. The college offers a range of courses, with some designed to prepare students to hold teaching jobs in the future. We recruited the participants who are going to pursue a career in the field of education as teachers to measure their attitudes towards inclusion education. This research focused on pre-service teachers only; thus, our population comprised 14128 pre-service teacher students who intend to pursue a teaching career. Of this population, only 484 pre-service teachers participated in this research of whom 32 participants were eliminated because they provided incomplete answers. The final sample in the current study comprised 452 (66 males and 386 females). The age range was 18 to 50 (M=22.91 years, SD=4.85). As illustrated in Table 1 , the sample of pre-service teachers was divided into three categories, teachers specializing in teaching pupils with SpLD, teachers specializing in teaching pupils with MLD, and teachers specializing in other areas of teaching. 
Instrument
Consistent with Robson's (1993) claim that a large-scale study is relatively simple and straightforward for investigating phenomena; a questionnaire was designed to obtain the views of the pre-service teachers towards including children with MLD in mainstream schools. The questionnaire was designed to investigate the four main dimensions of inclusion, social inclusion (i.e., items number 8, 10, 20, 21, 23, 24), physical inclusion (i.e., items 6, 9, 12), academic inclusion (i.e., items 7, 11, 22, 25) , and practicality of inclusion (i.e., items 14, 15, 16, 17, 18, 19, 10, 13) . The questionnaire was designed based on Norwich's (2013) idea that inclusion is not a simple dimension but rather contains multidimensionality. The multidimensionality of inclusion was also found in the design of the questionnaire used by Hassanein (2010) , who examined teachers' perspectives about inclusive education using items measuring social inclusion, academic inclusion, physical inclusion, and additional items to determine the extent to which is it practical to apply inclusive education and the requirements of inclusion. The current study's questionnaire was based on the same dimensions. The questionnaire included 25 items, with most items worded to indicate positive attitudes toward the four dimensions of inclusion. Items 9, 12, 16, 20, 22, and 24 were worded to indicate negative attitudes toward inclusion, so the scores on these items were reversed to be compatible with the other items. The questionnaire used a 5-point scale, ranging from 1 to 5, with a higher mean score indicated a more positive attitude toward inclusion. Before applying the instrument, a copy was sent to four different academic professors specializing in inclusive education who were asked to review the items and offer feedback. Changes were made based on their feedback. To examine the validity of the questionnaire, the instrument was piloted with 40 pre-service teachers in the College of Basic Education. These students also had the chance to write comments on each item that they believed was not accurate. Regarding internal validity, the results of Cronbach's alpha presented in Table 2 ranged from .482 to .639. The items with values below .7 were acceptable, as Cronbach's alpha can be affected by the number of items. Scales that include fewer than 10 items tend to have a low Cronbach's alpha (Pallant, 2013) . (*) refers to reversed items.
Data Analysis
After gathering the data, SPSS was used to calculate the overall score for each dimension and the mean score for each participant. Subsequently, different tests were used to analyze the data. A t-test was used to compare two gender groups (Pallant, 2013) . A One-Way ANOVA test was also used to compare the mean scores of the three groups (i.e., pre-service teachers specializing in SpLD, pre-service teachers specializing in MLD, pre-service teachers specializing in other areas of education). Correlation tests, as well as regression tests, were also used to examine the extent to which the four dimensions of inclusion were correlated and could predict each other.
Results
The Total Mean
The means of subscales were positive, as all were above 3. The mean of social inclusion and academic inclusion were almost the same (Table 3) . Note. The items were measured on a 5-point scale. High mean scores indicate higher aspirations or greater engagement in informal learning activities; *p<.05.
The mean of academic inclusion, M=3.67, SD=.69, and the mean of social inclusion, M=3.66, SD=.57, were not significantly different. Adding to that the mean of the practicality of inclusion was also close to that of social and academic inclusion (M=3.49, SD=.56). The high mean of social, academic, and practicality indicates high aspirations and engagement in informal learning activities, as opposed to the physical inclusion that had the lowest, although positive, mean (M=.23, SD=.77).
T-Test Based on Gender
An independent-samples t-test revealed no significant differences between the scores of males and females ( 
ANOVA Test Based on Participants' Major
A one-way between-groups analysis of variance was conducted to explore the effect of participants' majors on social inclusion, physical inclusion, academic inclusion, and practicality of inclusion. Note. The items were measured on a 5-point scale. High mean scores indicate higher aspiration or greater engagement in informal learning activities; *p<.05.
Significant differences emerged at the p<.05 level in all dimensions: F(2,499)=4.82, p=.008, for social inclusion; F(2,499)=5.09, p=.006, for physical inclusion; F(2,499)= 5.09, p = .007, for academic inclusion; and F(2,499)=12, p=.000 for the practicality of inclusion. Effect sizes, calculated using eta squared, were small for all dimensions (.021, .022, .022, and .05 respectively).
Post Hoc Tests
Post-Hoc tests conducted for the four dependent variables indicated no significant differences between SpLD and other groups in all dependent variables. However, the results indicated that the MLD group was significantly different from the SpLD and Other groups in all dependent variables, as illustrated in Table 6 . The relationships between the four dimensions were investigated using Pearson's product-moment correlation coefficient. The results indicated positive correlations among all dimensions. More specifically, social inclusion largely correlated with physical (r=543, p<.01) and academic inclusion (r=638, p<.01); it also moderately correlated with the practicality of inclusion (r=494, p<.01). Moreover, there was a large correlation between physical inclusion and academic inclusion (r=558, p<.01). Finally, moderated correlations were found between the practicality of inclusion and both academic inclusion (r=484, p<.01) and physical inclusion (r= 379, p<.01).
Regression
A regression test was conducted to explore the best predictors for social inclusion. All the assumptions of multiple regressions were checked, and no violation was found. As indicated in Table 8 , the three independent variables significantly predicted social inclusion (R²=.490, F (3,488)=143.65, p<.05) . The results of the regression indicated that physical inclusion significantly predicted social inclusion scores, β=.403, t=9.278, p<.05 . The physical inclusion is the largest predictor compared to practicality (β=.240, t=5.827, p<.05) and academic inclusion (β=.209, t=5.348, p<.05) . 
Discussion
The findings showed no significant differences between female and male pre-service teachers' attitudes towards inclusion. This is similar to findings in other studies that found no gender difference in attitudes towards inclusion (Al-Zyoudi, 2006; Majoko, 2016; Sharma, Forlin, & Loreman, 2007) . In the current study, the results showed that all participants have positive attitudes towards inclusion. This result is in line with a recent study conducted by Majoko (2016) who examined pre-service teachers' understanding and attitudes towards inclusion in early childhood education in Zimbabwe, stating that all participants held strong and positive attitudes towards inclusion primarily because of its perceived social benefits.
On the other hand, the findings indicated that MLD pre-service teachers have more positive attitudes towards inclusion compared to other groups (i.e., SpLD and non-SEN pre-service teachers). It is worth mentioning that MLD pre-service teachers' education includes modules about inclusion while the education program for other groups of participants does not include such modules. Thus, it could be argued that the lack of knowledge of and training on inclusion might have affected the attitudes of SpLD and non-SEN pre-service teachers towards inclusion in the current study. Similarly, other studies have found that teachers who had more positive attitudes towards inclusion overall had higher levels of training in special education (Z. Mngo & A. Mngo, 2018 , Forlin et al., 2009 Van Reusen, Shoho, & Barker, 2000) . Similarly, studies have found that those studying postgraduate degrees have the most positive attitudes towards inclusion, as they often study special education or inclusion (Sharma, Moore, & Sonawane, 2009 ). Researchers who have designed or analyzed modules on special education and inclusive education have established that the modules improved teachers' attitudes towards inclusion (Carew, Deluca, Groce, & Kett, 2019; Sharma, Forlin, & Loreman, 2008; Spandagou, Evans, & Little, 2008; Subban & Sharma, 2006) .
Lack of knowledge and its effects on the attitudes of pre-service teachers towards inclusion reported in this study are in line with the results of Avramidis and Kalyva (2007) who found that "teachers with further training in SEN and inclusion matters hold significantly more positive attitudes than those with little or no training concerning inclusion" (p. 385). Teachers' knowledge is considered one of the most important factors for successful inclusive education, because it can affect their attitudes towards inclusion. In addition, Toye, Wilson, and Wardle (2019) showed that teachers' knowledge not only affects their attitudes towards inclusion but also minimizes the stigma related to disability. Thus, effective training programs and positive experiences of inclusion could increase positive attitudes and self-efficacy. Additionally, Swain et al. (2012) examined the change in pre-service teachers' beliefs about and attitudes towards inclusive practices following an introductory special education course. The results suggest that a special education course, paired with field experience working with students with disabilities, can significantly affect pre-service teachers' attitudes towards inclusive education. In this regard, in the context of Kuwait, teachers' lack of knowledge about inclusion could be considered as one of the main barriers to inclusion, as the professional training for teachers is the key factor for successful inclusion (Marchesi, 1998) . Thus, trends are changing to accommodate the needs of special students in inclusive education setups (Elbeheri et al., 2018) .
Although the findings indicate that most of the participants had positive attitudes towards academic and social inclusion more than physical, such results indicate that pre-service teachers are in favor of the four dimensions of inclusion, as all of the measured dimensions had positive scores. This also supports the social model of understanding disability which indicates that inclusive education has built its basis on the assumptions of the social model of understanding disability (Barton, 1997b) . In this regard, the social model of understanding disability can affect inclusive educational practices positively, and it can help overcome the structural, environmental, or attitudinal rather than individual barriers to inclusive education, which could enhance the participation and education of all students with disabilities (Alenezi, 2016; Barton, 1997b) . One of the key purposes of the social model is to redress oppression and injustice practices towards disabled individuals (Norwich, 2013; Oliver, 1996) . The positive attitudes of pre-service-teachers and the social model of understanding disability are considered vital aspects of the successful practice of inclusion. Consequently, the results of this study imply that inclusion can be implemented widely in Kuwait.
Limitations, Further Studies, and Recommendations
To better prepare pre-service teachers for inclusive education, this paper recommends the provision of educational workshops and training for pre-service teachers to improve their knowledge of the concept of inclusion. Furthermore, it is recommended that the Kuwait University and the College of Basic Education in the State of Kuwait develop courses or certain programs specially designed for 'inclusive education' to enhance pre-service teachers' knowledge as well as their skills in the area of inclusion and disability.
The survey was conducted with pre-service teachers at the College of Basic Education in the State of Kuwait, thus, the findings may not allow for generalization. Another limitation is that the study's design, data collection, and analyses were mainly quantitative in nature. Based on these limitations, further studies should adopt a qualitative design to explore the actual knowledge and attitudes towards inclusive education. The Salamanca Statement and framework for action recommends and advises the signatory countries that "pilot experiments and in-depth studies should also be launched to assist in decision-making and in guiding future action" (UNESCO, 1994, p. 25) . As such, Kuwait needs to respond to these recommendations to be a part of the global trend towards inclusive education. Furthermore, it would be significant to further investigate the attitudes of disabled students towards inclusion as well as their parents. Such studies should help guide the development of education for all in the State of Kuwait.
